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THE CURIOSITY AND 
POWERFUL LEARNING SERIES
The Curiosity and Powerful Learning manuals are designed 
for teachers and for school and system leaders who are 
embarked on a school improvement journey. The manuals 
describe how schools can lift student learning. The steps 
are drawn from practical experience, tested and refined in 
schools over time.
Three manuals are at the core of the series – The System 
and Powerful Learning, Curiosity and Powerful Learning, 
and Leadership for Powerful Learning. Together they 
explain how powerful learning is made real for our students 
through purposeful, specific changes in whole school 
culture, classroom culture, leadership, and teaching practice.
The series includes Curiouser and Curiouser and Models 
of Practice manuals which concentrate on precision in 
teaching practice. They stand as references for improving, 
planning, and monitoring professional practice, assisting 
us to get to the heart of the learning enterprise.
The manuals recognise that schools differ, and must differ 
in responding to their communities. Diversity among 
schools is cause for celebration, as is consistently high 
student learning outcomes in all schools. Each manual 
emphasises the collective endeavour essential to achieving 
curiosity driven powerful learning. Teachers work together, 
students become more adept at using curiosity as a 
learning resource, leaders communicate purpose and 
direction. We all monitor outcomes and adapt as we go. 
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We know that powerful is happening when our students are performing well 
academically and when they progressively improve their capacity to manage their own 
learning. Both outcomes guide our teaching practice. They are at the heart of the three 
Models of Practice manuals in the The Curiosity and Powerful Learning series.
Each manual presents two models of practice.
The manual The models of practice












Before embarking on a study of the models of practice 
it is important to set the scene for them. Like the other 
two Models of Practice manuals, this manual begins by 
explaining the purposes of models of practice and the 
evidence they rest on.
Incorporating a model of practice into your teaching 
repertoire is a shared professional task. We do it with the 
active support of our colleagues. It is a task that schools 
prioritise. They do so through structured opportunities 
for continuous professional learning, and by maintaining 
a school culture that promotes the conditions for practice 
improvement. 
Each Models of Practice manual includes the Self-
Assessment Tool: Classroom and School Conditions 
(pages xx-xx). The tool assists schools and teachers 
to monitor conditions that advance or impede great 
teaching and powerful learning.
USING THIS MANUAL
The Models of Practice manuals are practitioner guides. 
They are written with practical guidance in mind. For 
each model of teaching you will find:
 − a detailed description of the model’s key features and 
its syntax (patterns, phases, and guidelines)
 − peer coaching guides for the models, designed to 
facilitate planning, communication, and sharing of 
ideas between teachers.
USING THE PEER COACHING GUIDES
The peer coaching guides facilitate planning and 
communication between teachers who observe one 
another and profit from the observational experience. 
The peer coaching guides support teachers to share 
ideas. Peer coaching is underpinned by six principles.
PRINCIPLES FOR PEER COACHING
PRINCIPLE 1 Peer coaching builds communities of teachers who continuously engage in the study of their craft.
PRINCIPLE 2 Peer coaching partners increase their ability to teach students how to learn and to analyse 
transactions between teacher and student.
PRINCIPLE 3 Peer coaching provides a safe environment in which to learn and perfect new teaching models, 
experiment with variations of strategies, teach students new skills, and examine results. 
(Peer coaching eliminates hierarchical power structures.)
PRINCIPLE 4 In peer coaching, teachers learn from one another as they plan teaching (instruction),  
develop support materials, watch one another work with students, and think about  
how their behaviour influences students’ learning.
PRINCIPLE 5 The primary function of peer coaching partners is to learn by observing and  
helping colleagues by providing information about student responses. 
(The purpose of peer coaching is not to give expert advice).
PRINCIPLE 6 Peer coaching teams are committed to collecting data – they plan: 
 − how they will monitor the implementation of new teaching and learning strategies 
 − how they will determine the impact of each strategy on their students.
The peer coaching guides assist teachers to plan a 
teaching episode and to focus observation on key 
features of each model of practice. There are four steps 
in the peer coaching process.
FOUR STEPS IN THE PEER COACHING PROCESS
Step 1 Step 2 Step 3 Step 4
Teachers form a 
partnership to study 
student responses, and to 
plan how to help students 
learn more effectively.
The teaching peer  
prepares the peer observer 
by completing the entries 
in the Peer Coaching 
Guide: Part 1 – Preparation 
for Observation.
The peer observer 
completes the Peer 
Coaching Guide: Part 2 – 
Observation Checklist. 
Step 3 is completed in 
about five minutes.
The peer observer 
communicates the result  
to the teaching peer.
TEACHING FOR  
POWERFUL LEARNING
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WHAT’S IN  
THIS MANUAL?
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FRAMEWORKS FOR TEACHING, 
LEARNING & MODELS OF PRACTICE
Two goals lied at the heart of curiosity and powerful 
learning: 
 − lifting our students’ academic achievement 
 − extending their learning capability. 
We can accomplish both goals if we teach our students 
how to learn at the same time as we assist them to acquire 
curriculum content. 
In Models of Learning – Tools for Teaching Joyce and 
colleagues write that teachers have the privilege of 
creating powerful contexts for learning:
Learning experiences are composed of content, process 
and social climate. As teachers we create for and 
with our children opportunities to explore and build 
important areas of knowledge, develop powerful tools 
for learning, and live in humanising social conditions.
Skilled teachers seek to integrate curriculum content, 
teaching and learning strategies, and school culture. 
When we bring together content, strategies, and culture 
the effect is to deepen and reinforce our students’ self-
confidence. 
SPEAKING OF TEACHING
Our integrating task frequently meets a significant 
barrier. The language we use to describe and share our 
teaching practice is often imprecise, even though we all 
acknowledge the importance of classroom practice. It 
is a reality of professional practice that quality teaching 
and learning is underpinned by explicit frameworks for 
teaching and learning. That is the purpose of the Models 
of Practice manuals.
This manual introduces Models of Practice by:
 − discussing the nature of powerful learning
 − describing a framework for thinking about teaching, 
based on out ‘theories of action’ approach
 − exploring the concept of models of teaching and their 
relationship to learning
 − emphasising the importance of making practice 
concrete through the use of protocols and reflection.
EXPLORING THE EVIDENCE 
ABOUT TEACHING AND 
LEARNING
The Models of Practice manuals explicitly draw on a range 
of evidence about what kinds of teaching practice power 
student learning. Consequently, at the outset it is useful to 
explore some of the evidence about effective teaching and 
learning. 
Exploration is the key. In working with teachers, school 
leaders, system leaders and students over many years I 
have come realise just how important is the willingness to 
explore. That exploration has led to this and other manuals 
in the Curiosity and Powerful Learning series, and this 
introduction discusses aspects of the work on effective 
teaching and learning described in those manuals. Earlier 
work tells us that the evidence on effective teaching can 
help us become more innovative in creating powerful 
learning environments for our students.
But research does not offer simple solutions that we follow 
without question. Research knowledge and specifications 
of teaching can have many limitations, especially if we 
adopt them uncritically. The evidence is only useful 
when we subject it to the discipline of practice through 
exercising our professional judgement as teachers. As 
Lawrence Stenhouse observed, the evidence does not 
stand as
… an unqualified recommendation, but rather as a 
provisional specification claiming no more than to be 
worth putting to the test of practice. Such proposals 
claim to be intelligent rather than correct.
As teachers we accept the responsibility of continuously 
testing the evidence and adjusting our practice based on 
what we learn about what works best for our students 
in our school. This way of valuing our work is part of our 
professional identity.
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Today we have sophisticated research evidence on how 
learning occurs and on the ways we can organise learning 
experiences to make a positive difference for our students. 
The purpose of teaching is both to help students to 
acquire curriculum knowledge, and to assist them to 
become powerful learners. The trick is to find ways of 
raising our students attainment levels at the same time 
as we expand, and make articulate, their repertoire of 
learning strategies.
The most effective curricular and teaching patterns 
encourage our students to construct knowledge – to 
inquire intensively. The result of intense curiosity is to 
increase out students’ capacity to learn and work smarter. 
Powerful learning is the ability of learners to respond 
successfully to two kinds of tasks – the tasks we set them, 
and the tasks they set themselves. Powerful learning is 
marked by six observable characteristics.
POWERFUL LEARNING IS PRESENT  
WHEN OUR STUDENTS …
integrate prior and  
new knowledge
think carefully about 
successes & failures
acquire and use 








accept that learning 
involves uncertainty 
and difficulty
Deploying this range of learning strategies is called meta-
cognition – the learner’s ability to take control over their 
own learning processes. This means that in every learning 
context our students are involved in an ‘active construction 
of meaning’. It carries implications for how we manage 
learning opportunities. Learning is interactional. It 
occurs only when the learner makes sense of particular 
experiences in particular contexts. Making sense involves 
connecting with a student’s prior knowledge and 
experience. 
The clear implication is that new learning must relate 
to, and ultimately fit with, what a student already 
understands. Learning is a process, and that process 
produces end results. This interactive view of learning is 
mirrored on page 7 of this introduction which notes that a 
teaching strategy can also be a model of learning.
TEACHING AND ACQUIRING 
SKILLS OF LEARNING
Powerful learning is concerned with teaching and 
acquiring skills of learning. If we are serious about 
personalised learning then we need a clear typology of 
the skills students we want our students to master so they 
develop their personal effectiveness and employability. 








In most countries, literacy, 
numeracy, and ICT skills are 
regarded as priorities. 
They are frequently taught and 
assessed in the core subjects of 
language, mathematics, and ICT.
Thinking and 
learning skills
These skills enable 
our students to 
become effective 
learners
Mastery of thinking and learning 
skills equips our students to raise 
their achievement by developing 
their abilities to: 
 − improve achievement by 
applying a wide range of 
learning approaches in different 
subjects
 − learn how to learn, with the 
capability to monitor, evaluate, 
and change the ways in which 
they think and learn
 − become independent learners, 
knowing how to generate their 
own ideas, acquire knowledge 







Mastery of personal skills 
equips our students to manage 
themselves and to develop and 
maintain effective social and 
workplace relationships
This skills framework clarifies what skills students should 
gain. As educators we are responsible for clarifying how 
our students gain those skills. We need to agree on two 
things in particular – how we:
 − embed these skills in teaching and learning  – we must 
teach them well and avoid the too common experience 
that students' skill development is patchy across schools 
and the system as a whole
 − develop these skills coherently across the curriculum – 
we must specify them, develop them systematically, and 
explicitly track their development.
The skills framework is consistent with trends in many 
countries. For example, the OECD’s (2005) Definition and 
Selection of Competencies (DeSeCo) Project classified into 
three broad categories the key competencies an individual 
needs for a successful life.
Interactively use physical and socio-cultural tools
 − Use language, symbols, and texts interactively
 − Use knowledge and information interactively 
 − Use technology interactively
Interacting in heterogeneous groups
 − Relate well to others
 − Co-operate, work in teams
 − Manage and resolve conflicts
Acting autonomously
 − Act within the big picture
 − Form and conduct life plans and personal projects
 − Defend and assert rights, interests, limits, and needs
To summarise, greater coherence across the curriculum is 
created by:
 − the clarity of a single skills framework 
 − better guidance and training on pedagogy.
These are the necessary foundations for ensuring 
that the essence of personalised learning is 
available for every student.  
POWERFUL LEARNING
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A FRAMEWORK FOR THINKING ABOUT TEACHING – 
THE THEORIES OF ACTION
The central characteristic of effective teachers is their ability 
to develop students who are both powerful learners and 
knowledgeable. The framework for teaching proposed below 
is to suggest a way in which all teachers can do just that.
The framework for thinking about teaching is described in 
detail in Curiosity and Powerful Learning, one of the manuals 
in the Curiosity and Powerful Learning series. The framework 
was developed by me and many colleagues during a system-
wide school improvement effort in the Northern Metropolitan 
Region of Melbourne, Australia. (Hopkins, Craig and Munro 
2011). The overall approach is described in The System and 
Powerful Learning, another of the Curiosity and Powerful 
Learning manuals.
THEORIES OF ACTION
The aim was to create a new culture of teaching and 
learning within our schools, and to raise standards of 
student attainment and learning. This required devising 
and implementing strategies that built a common 
language of instructional practice within the Region. To 
do this we refined the instructional rounds leadership 
strategy being adopted at that time across the state of 
Victoria (City et al. 2009). We worked iteratively, and 
systematically, from the existing knowledge base of 
individual teachers to develop Theories of Action. Those 
Theories of Action, validated by classroom teachers, 
formed a precise approach that disciplined and deepened 
the culture of teaching and learning of all teachers in 
schools throughout the Region.
A Theory of Action is a link between cause and effect: 
WHEN we take a particular action
THEN we expect that action to have specific effects. 
A Theory of Action connects the actions of teachers with 
the consequences of their actions – the learning and 
achievement of their students. The overarching Theory of 
Action is: 
WHEN teachers, strongly supported by their schools, 
explicitly and consistently incorporate the Theories of 
Action in their teaching 
THEN our students’ curiosity enriches their learning 
skills and their spirit of inquiry.
As is noted in Curiosity and Powerful Learning (page 6), 
we learned five important lessons from our deepening 
experience with instructional rounds and the development 
of Theories of Action.  
FIVE LESSONS FROM INSTRUCTIONAL 
ROUNDS THAT GUIDE OUR POWERFUL 
LEARNING WORK
1 Similar Theories of Action are defined and 
implemented in most schools, despite differences 
in schooling phases and contexts. 
2 To impact on student learning in a sustained way, 
it’s necessary to integrate all Theories of Action 
into a teacher’s professional repertoire. It is not a 
'pick and mix' approach.
3 All Theories of Action are characterised by 
teaching approaches with inquiry at their centre. 
4 Some Theories of Action are about the whole 
school, and some are about the individual practice 
of teachers.
5 All Theories of Action have a high level of 
empirical support in the research literature. 
(We used John Hattie’s 2009 book, Visible 
Learning, as our key source and ‘effect size’ as the 
metric for evaluation.)
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FOUR WHOLE SCHOOL  
THEORIES OF ACTION
Four Whole School Theories of Action support 
teaching for curiosity and achievement. They are 
fundamental in every school and for all teaching 
practice. They create a reliable, consistent, 
supportive environment for implementing the six 
Theories of Action for Teachers.
PRIORITISE HIGH EXPECTATIONS &  
AUTHENTIC RELATIONSHIPS
WHEN schools and teachers prioritise high 
expectations and authentic relationships
THEN curiosity will flourish.
EMPHASISE INQUIRY FOCUSED 
TEACHING
WHEN inquiry is a defining characteristic of a 
school’s culture 
THEN the level of student achievement and 
curiosity will increase.
ADOPT CONSISTENT TEACHING 
PROTOCOLS
WHEN we adopt consistent teaching protocols
THEN student behaviour, engagement, learning, 
and curiosity will be enhanced.
ADOPT CONSISTENT LEARNING 
PROTOCOLS
WHEN we adopt consistent learning protocols  
in all classes
THEN all students will experience an enhanced 
capacity to learn, and to develop skills, confidence, 
and curiosity.
SIX THEORIES OF ACTION 
FOR TEACHERS
These Theories of Action are about teaching. They 
form the core teaching protocols for the whole 
school.
HARNESS LEARNING INTENTIONS, 
NARRATIVE & PACE
WHEN we harness learning intentions, narrative, 
and pace so students are more secure about their 
learning, and more willing to take risks
THEN achievement and understanding will increase 
and curiosity will be enhanced.
SET CHALLENGING LEARNING TASKS
WHEN learning tasks are purposeful, clearly 
defined, differentiated, and challenging
THEN all students will experience powerful, 
progressive, and precise learning.
FRAME HIGHER ORDER QUESTIONS
WHEN we systematically employ higher order 
questioning
THEN levels of student understanding will deepen 
and levels of achievement will increase.
CONNECT FEEDBACK TO DATA
WHEN we connect feedback to data about student 
actions and performances
THEN behaviour will be more positive, progress will 
accelerate, and curiosity will be enhanced.
COMMIT TO ASSESSMENT FOR 
LEARNING
WHEN we commit to peer assessment, and 
assessment for learning
THEN student engagement, learning, and 
achievement will accelerate.
IMPLEMENT COOPERATIVE GROUPS
WHEN we implement cooperative group structures 
and techniques to mediate between whole class 
instruction and students carrying out tasks
THEN the academic performance of the whole class 
will increase.
The collaborative work of participating teachers and school 
leaders provided the substance for ten Theories of Action. 
That collaborative endeavour was driven by their desire to 
find even more powerful ways for their students to learn 
and to become successful. Our ten Theories of Action are 
described in detail in Curiosity and Powerful Learning. In 
summary they are as follows.
LINKING THEORIES OF ACTION WITH 
MODELS OF PRACTICE
There is an important distinction between teaching tactics 
and teaching strategies. 
In many ways the Theories of Action for Teachers are 
tactics – teacher behaviours that have a direct and precise 
impact on student learning. They are specific actions that 
respond to specific classroom circumstances. For example, 
framing a learning intention sets the context for learning, 
questioning encourages reflection and problem solving, 
group work establishes the social conditions for inquiry. 
Tactics are the core repertoire of teaching skills. 
The term 'models of practice' is used for teaching 
strategies that describe the approach for an entire lesson 
or curriculum unit. Whole Class Teaching is the best 
known model of practice. 
The good news is that in different combinations the six 
Theories of Action for Teachers comprise the essential 
building blocks for the Whole Class Teaching model 
and other models of practice. This introduction lays a 
foundation for the six models of practice described in the 
Models of Practice manuals.
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MODELS OF PRACTICE 
ARE MODELS OF LEARNING 
TOOLS FOR TEACHING
Underlying the concept of a Model of Practice is the belief 
that the teacher’s task is more than simply to ‘teach’. The 
task encompasses creating powerful contexts for learning. 
That broader scope for professional practice leads us to the 
proposition that a good teaching strategy can also be a 
powerful learning strategy. As Joyce and colleagues put it:
Our toolbox is the models of teaching, actually 
models for learning, that simultaneously define the 
nature of the content, the learning strategies, and 
the arrangements for social interaction that create 
the learning environments of our students ... Through 
the selection of appropriate models, content can 
become conceptual rather than particular, the process 
can become constructive inquiry instead of passive 
reception, and the social climate can become expansive 
not restrictive. Our choices depend on the range of our 
active teaching repertoire and our efforts to expand 
it by developing new models and studying those 
developed by others.
IMAGINE A CLASSROOM
Imagine a classroom where the learning environment 
offers a variety of models of teaching that accomplish 
a range of curriculum goals, and help students increase 
their competence as learners. 
It is a classroom that Joyce and colleagues describe 
clearly. The learning environment has seven features 
that we can both imagine and work to make real.
Bruce Joyce developed this approach in his pioneering 
work Models of Teaching, first published in 1972 and 
now in its ninth edition. Joyce describes and analyses 
more than 30 models of teaching – each with their own 
‘syntax’, phases and guidelines. Each model is designed 
with two objectives in mind: 
 − to bring about particular kinds of learning 
 − to help students become more effective learners. 
When we use models of teaching to meet these 
objectives they work as: 
 − part of an overall strategy for enhancing teacher 
professionalism
 − influential tools for personalising learning.
Models of teaching simultaneously define: 
 − the nature of the content
 − the learning strategies
 − the arrangements for social interaction that create 
the learning environments of students. 
MODELS OF TEACHING ARE 
ALSO MODELS OF LEARNING
How we teach has a large impact on our students’ abilities to educate themselves. Each model of 
teaching has a core purpose that relates how to organise teaching with ways of learning. The table shows 
examples of this relationship for the six models of teaching presented in the Models of Practice manuals.
EXAMPLES OF THE RELATIONSHIP BETWEEN MODELS OF TEACHING AND WAYS OF LEARNING
Model of teaching Learning skill Where do I find it?
Cooperative  
group work
Working productively with others on tasks requiring higher order 
thinking 
Model of Practice – 
Manual 1
Synectics Using metaphors to stimulate creative thinking and aid memory
Whole class teaching Extracting information and concepts from lectures and presentations Model of Practice – 
Manual 2
Concept attainment Grasping and shaping concepts
Inductive teaching Building hypotheses and theories through classification Model of Practice – 
Manual 3
Mnemonics Organising material in ways that aids recall of key ideas and examples 
As students’ master information and skills, 
the result of each learning experience is 
not only the content they learn, but also 
the greater ability they acquire to approach 
future learning tasks with confidence and 
to create increasingly effective learning 
environments for themselves.
They practise building 
hypotheses and theories 
and use the tools of 
science to test them. 
They learn how to extract 
information and ideas from 
lectures and presentations, 
how to study social issues 
and how to analyse their 
own social values. 
These students also 
know how to profit 
from training and how 
to train themselves in 
athletics, performing arts, 
mathematics and social 
skills. 
Perhaps most importantly, 
they know how to take 
initiative in planning 
personal study, and they 
know how to work with 
others to initiate and carry 
out cooperative tasks. 
They know how to make 
their writing and problem 
solving more lucid and 
creative.
In such classrooms the 
students learn models for 
memorising information, 
how to attain concepts 
and how to invent them. 
7
PROTOCOLS AND REFLECTION AS PART 
OF PROFESSIONAL PRACTICE
On page 3 it's observed that specifications for teaching – 
including Theories of Action and models of practice – are 
only useful when we subject them to the discipline of 
practice through exercising our professional judgement. 
Very often we run into difficulty on the matter of 
professional judgement, as we explain on page 4 of 
Curiosity and Powerful Learning: 
City and colleagues (2009) note, teaching is often 
characterised by an individualism in which the person 
and their teaching practice are intertwined. This 
perspective leads to the proposition that ‘my teaching 
practice defines who I am as a person.’
Yet other professions share a common practice and 
open it to public scrutiny. This is a helpful perspective 
for teachers because it leads to a different proposition: 
‘my teaching practice is an instrument for expressing 
who I am as a professional.’ 
City and colleagues adopt a precise definition of 
teaching practice: 
We mean a set of protocols and processes for 
observing, analyzing, discussing and understanding 
instruction that can be used to improve student 
learning at scale. The practice works because it 
creates a common discipline and focus among 
practitioners with a common purpose and set of 
problems. 
Seen like this, practice is a way for teachers to express 
their current understanding of their work, their 
knowledge about their work, and their beliefs about 
what makes the work important. All these things 
change because a teacher’s professional knowledge, 
skill, expertise, and understanding of their work are 
always expanding. 
These perspectives lead us to emphasise the use of 
protocols, both with the Theories of Action and the 
Models of Practice. 
They also lead us to emphasise teacher reflection. 
Experience suggests that critical, systematic reflection 
is a necessary condition for quality teaching. Reflection 
assists us to continue developing a mastery of our chosen 
craft. Through reflection we harmonise, integrate, and 
transcend the necessary classroom management skills, and 
the personal aspects of our teaching practice. Reflection 
enables us to shape a strategy that has meaning for our 
students.
BALANCING WHOLE CLASS, SMALL 
GROUP, AND INDIVIDUAL LEARNING 
There is ongoing debate about the appropriate balance 
between whole class, small group, and individual activities. 
Working out that balance depends on what works best 
for our students. It is the models of learning and teaching 
we choose that have the greatest direct effect on student 
achievement. Efficient models of teaching make two 
assumptions:
 − that we will organise the whole class to pursue 
common learning objectives
 − individual differences in achievement are comfortably 
met within our organisation of the whole class.
Creators of efficient and effective teaching models have 
an overall educational scheme in mind – the whole class, 
small group work and individual work are part of that 
scheme. 
As Bruce Joyce elegantly phrased it, ‘the operational 
repertoire of the teacher is the critical element in the 
calculus of effects.’
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STARTING WITH  
SELF-ASSESSMENT
The context and conditions that support effective teaching 
and learning underpin the Models of Practice manuals. 
The Self-Assessment Tool: Classroom and School Conditions 
will assist you to establish an understanding of the 
classroom and school conditions in your current context.
SELF-ASSESSMENT TOOL:  
CLASSROOM AND SCHOOL CONDITIONS
PART 1: THE CLASSROOM CONDITIONS
Part 1 of the Self-Assessment Tool poses 24 statements about teacher practice in 
classrooms. Use the rating scale to indicate how far these statements match your own 





















1.1 Teachers demonstrate positive regard for all pupils
1.2  Teachers conduct their relationships in the classroom in ways 
that demonstrate consistency and fairness and build trust
1.3  Teachers understand and show that communication with pupils 
involves listening as much as speaking
1.4  Teachers make their classrooms places where pupils can safely 
experiment with behaviours involving choice, risk-taking, and 
personal responsibility




















2.1  Teachers establish clear boundaries to, and expectations of, 
student behaviour
2.2  Teachers use a system of rewards and sanctions that:
 − emphasises expectations
 − promotes student self-esteem and self-discipline
2.3  Teachers use active management strategies to create and 
maintain an appropriate classroom environment
2.4  Teachers show consistency, and flexibility, in responding to 
students and events




















3.1  Teachers build variety into lesson plans
3.2  Teachers adjust classroom arrangements in response to student 
feedback during lessons
3.3  Teachers employ strategies that enable pupils to find meaning 
in lesson activities





















4.1  Teachers demonstrate a range of classroom management skills 
in the lessons
4.2  Teachers employ various teaching strategies or models within 
their lessons
4.3  Teachers trial and refine new teaching models as part of their 
own professional development





















5.1  Teachers discuss with each other the nature of teaching 
strategies and their application to classroom practice and 
schemes of work
5.2  Teachers establish specifications or guidelines for new teaching 
strategies
5.3  Teachers agree on standards used to access student progress as 
a result of employing a range of teaching methods
5.4  Teachers engage in mutual observation and partnership 
teaching during lessons




















6.1  Teachers use systematically collected classroom-based data in 
their decision-making
6.2  Teachers employ effective strategies for reviewing progress and 
the impact of classroom innovation on student progress
6.3  Teachers are widely involved in the process of data collection
6.4  Teachers establish clear ground rules for collecting, controlling, 
and using their school-based data
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PART 2: THE SCHOOL CONDITIONS
Part 2 of the Self-Assessment Tool poses 24 statements about your school. 
Use the rating scale to indicate how far these statements match your own 
perception of the school – in other words, your personal view of it.  




















7.1   In this school we talk about the quality of our teaching
7.2   As a school we review the progress of changes we introduce
7.3   Teachers make time to review their classroom practice





















8.1    Our long-term aims are reflected in the school’s plans
8.2    In our school the process of planning is more important than 
the written plan
8.3    Everyone is fully aware of the school’s Priorities for 
Development





















9.1    In this school we ask students for their views before we make 
major changes
9.2    This school considers parents’ views when changes are made to 
the curriculum
9.3    Staff work with the school’s governing body to decide the 
school’s future directions 
9.4    In our development work we effectively use external support 





















10.1    Professional learning is valued in this school
10.2   School policies place emphasis on professional learning
10.3    In this school the classroom is the focus of professional 
learning






















11.1    Staff who take on coordination roles are skillful in working 
with colleagues
11.2   We get tasks done by working in teams
11.3   We are kept informed about key decisions





















12.1   All staff in the school have a clear vision of where we are going
12.2   Senior staff delegate difficult and challenging tasks
12.3   Senior staff take a lead on Priorities for Development 
12.4   Staff are given opportunities to take on leadership roles
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SELF-ASSESSMENT TOOL:  
ANALYSIS SUMMARY
The Self-Assessment Tool is primarily concerned with assessing and diagnosing a school’s 
classroom conditions. Consequently, the analysis is best undertaken across the whole 
school rather than an individual basis. 
There are 12 sub-scales in the Self-Assessment Tool. Each scale has four items. The analysis 
needs to be completed by sub-scale rather than item. 
A score of 1-4 is given to responses for each item as follows: 
 − ‘Rarely’ scores 1
 − ‘Sometimes’ scores 2
 − ‘Often scores 3 
 − ‘Nearly always’ scores 4. 
The scores are totaled for each sub-scale using the summary table below. 
The data make most sense if expressed as percentages. When the data are presented in 
this way it is easy to highlight patterns of responses, particularly when the percentage 
response for ‘often’ and ‘ nearly always’ are added together. 
CLASSROOM CONDITIONS – SUMMARY 




2. Boundaries and Expectations
3. Planning for Teaching
4. Teaching Repertoire
5. Pedagogic Partnerships
6. Reflection on Teaching
SCHOOL CONDITIONS – SUMMARY 
Subscale Rarely Sometimes Often
Nearly 
always
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INDUCTIVE TEACHING  
THE MODEL OF PRACTICE
Inductive teaching encourages students to build, test, 
and use categories. It nurtures logical thinking. It 













Inductive teaching is a powerful way to help students learn 
about constructing knowledge. The model focuses directly 
on intellectual capability by assisting your students to 
master large amounts of information. 
Inductive teaching brings purposeful structure to the 
numerous occasions when learning activities require 
students to sort and classify data. Inductive inquiry takes 
time. It is a process that asks students to think deeply 
about collecting and sifting information, constructing 
categories or labels, and then allocating data to those 
categories. It requires students to: 
 − generate hypotheses based upon their allocation 
decisions
 − test out their hypotheses by using them to guide later 
work.
BUILDING CONFIDENCE IN INDUCTIVE 
INQUIRY
Teachers can assemble data sets in advance of the lesson, 
or students can assemble them with teacher guidance. 
Data is always assembled to support learning and teaching 
about specific concepts.
Initially you will present data sets to your students. 
Progressively, you scaffold student capability to manage 
the tasks involved in the inductive teaching model. In 
later lessons you encourage students to create and 
generate their own data sets. It is important that students 
experience all phases of the inductive model and succeed 
in learning through them. A string of learning successes 
builds willingness and capability to embark on more 
sophisticated and complex data sets.
To be really effective, data classification needs to occur 
several times. Initial classification is particularly important 
because this is where concepts are generated and 
applied. Additional data or new information may then be 
added that requires some reclassification or refinement 
of categories. Adding new data means concepts are 
challenged – your students must think again about 
their initial classification. 
HOW YOUR STUDENTS BENEFIT FROM 
INDUCTIVE TEACHING
For students, this iterative process has many benefits that 
include: 
 − offering increasing control over the data 
 − achieving nuanced and deeper understanding of related 
concepts
 − enhancing ability to form concepts 
 − enabling them to create links between different 
concepts 
 − prompting broad thinking about a topic.
The inductive model benefits students through the 
collective nature of inquiry and group responsibility to 
contribute to compiling categories. When all your students 
share their ideas it is inevitable that different perspectives 
will emerge on the same data. Those differences stimulate 
engagement and debate. They bring excitement and 
focused exploration to the classroom.
Well planned inductive teaching creates opportunities 
for your students to learn from listening to their peers’ 
thinking about a topic, and respecting their ideas. 
Inductive teaching sees students:
 − work collaboratively to solve problems
 − discuss increasingly well defined problems, often using 
higher-order thinking skills – they turn over alternatives 
before deciding, they challenge each other, they 
compromise, they are willing to change their minds
 − teach each other, thus memorising facts and concepts 
more easily.
AND BENEFITS FOR TEACHERS TOO
The inductive teaching model has other advantages 
too. For students, it supports a variety of learning styles 
because each phase is taught in different ways. For 
teachers, the data has longevity and flexibility. Once you 
have assembled the data: 
 − it is easily kept from one year to another
 − its availability means you can readily incorporate its use 
into other classes
 − it is easy to share as a resource for colleagues.
SYNTAX
The syntax of a teaching model refers to the patterns, 
phases and guidelines that characterise the model. The 
syntax of the inductive teaching model comprises six phases.




Establish the focus and boundaries 
of the initial inquiry





Assemble and present the initial 
data set
Enumerate and label items of data
Phase Three  
Examine the data
Thoroughly study items in the data 




Classify items in the data set and 
share the results
Add data to the set
Re-classify the data (possibly many 
times)
Phase Five  
Generate and 
test hypotheses
Examine the implications of 
differences between categories
Classify categories, as appropriate
Reclassify in two-way matrices and 




Search for additional items of data 
in resource material
Synthesise by writing about the 
domain, using the categories
Convert categories into skills
Test and consolidate skills through 
practice and application
EXAMPLES OF DATASETS AND 
INDUCTIVE TEACHING
Some planning principles for datasets are set out on page 
15. Three examples of datasets appear on page 20.
Two worked examples of the inductive teaching model are 
shown on pages 16-19. They are: 
 − Worked example 1 – Exploring pushes and pulls (early 
years)
 − Worked example 2 – Exploring genres and their musical 
elements (middle years).











Data sets can be assembled across all curriculum areas. 
They are certainly not limited to mathematics and sciences. 
On page 20 there are three examples of data sets from 
different curriculum areas. 
You need to make judgements about when and how to 
use the inductive teaching model. Because the model relies 
on data sets it’s important to think about what kind of 
data to use and when it will be most useful as a learning 
tool. You might take into account some of the following 
factors.
1. TOPIC AND TIMING
Inductive teaching in science and mathematics is often 
used when a new topic is introduced. It’s rarely used late in 
a topic because your students will by then know enough 
to frame categories. However, in humanities curriculum 
areas inductive teaching may play a role at any time, 
including topic revision. 
For example, the categories and concepts involved in 
learning about commonly encountered shapes are settled 
early and used frequently after that. However, there is 
ongoing debate about the categories and concepts we 
could apply to defining needs and wants in a discussion 
about consumer behaviour. That uncertainty leaves great 
scope for introducing new information or data items at 
many points in a topic, prompting debate among students. 
2. CAUSE AND EFFECT
Data involving cause and effect is often appropriate for 
use in inductive teaching. For example, cause and effect 
data can relate to decision making in a range of curriculum 
areas such as the study of persuasive language, scientific 
experiments and human geography.
3. THE ORDER OF THINGS
In the inductive teaching model, data is fuel for debate. 
If a topic involves data about sequences that are not yet 
settled, then the model is likely to be a good choice. 
Such data sequences arise in curriculum areas as diverse 
as environmental science, analysing a movie, or even 
constructing a data set.
4.  THE MORE INTERPRETATIONS  
THE BETTER
Good class discussion about a data set depends on the 
data being open to several interpretations. It’s best to 
ask students to work on a data set that offers a number 
of potential responses. There may be one right answer 
which students set out to find, or the learning journey 
might set out to reveal a range of opinions and options for 
interpretation.
5. GO EASY
Data sets don’t need to be complex or very large. You 
may find the data you need for a lesson in a set of 
photographs, statistics or graphs in a text book, readily 
available historical sources, tools used in a technology 
class, or musical instruments.
Consider the value of data sets generated by students 
rather than by the teacher. When students generate data 
for themselves they know a good deal about the data 
before they begin to analyse it. 
They could use an atlas to collect data, or collect data from 
practical classes in science and technology, or collect data 












WORKED EXAMPLE 1: 
EXPLORING PUSHES AND PULLS 
This worked example is designed for use with 5-9 year 
olds. Our early learners are exploring the effects of 
balanced and unbalanced (push/pull) forces caused by 
people and gravity. The learning outcome is that students 
will be able to describe: 
 − how an object moves in the direction of the strongest 
force when forces are not equal, and 
 − how an object remains still when forces on it are equal.
To accomplish this outcome, the inductive method is 
used to provide them with opportunities to experience 
and classify examples of forces on everyday objects and 
activities. 
PHASE ONE:  
IDENTIFY THE DOMAIN
Settle the class into groups of three of four. 
Begin the topic by sharing with your students the objective 
of understanding more about how forces work. 
Provide a simple definition like ‘a force is something that 
makes an object move’.
PHASE TWO: 
COLLECT, PRESENT, AND ENUMERATE DATA
Give each small group a set of ten action cards. This is the 
initial data set. Each card has one of the following data 
items written on it.
Opening a door Picking up a book
Parked bicycle or car Sitting on the grass
Making a toy move 
farther away
Jumping over a rope
Making a swing move Pencil sitting on a table
Zipping your jacket Throwing a ball
The goal for each group is to sort the action cards into 
several categories related to the force on the objects. 
This task will involve discussion about what attributes 
distinguish each category. 
After the groups have organised the cards into two 
or more categories, ask each small group to write a 
descriptive title for each category of cards. The title will 
briefly capture key attributes of each category. 
Now ask each small group to organise the cards and titles 
for their classmates to view. 
PHASE THREE: 
EXAMINE THE DATA
Students move around the room to look at how other 
groups have sorted the cards into categories. 
The teacher then leads a class discussion about the sorting 
similarities and differences. It is important to summarise 
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PHASE FOUR: 
FORM CONCEPTS BY CLASSIFYING
This phase requires careful thinking by students. You could 
emphasise that thinking is work and the work involves trial 
and error. 
Give each group five new action cards like these.
Jumping off a step
Leaves falling from a tree
Going down a slide
Water pouring out of a cup
Dropping a pencil
These actions can all be observed or carried out by 
students as they talk about what is causing the objects to 
move or stay still. It’s helpful for students to ‘feel’ forces 
at work because it will their direct experience will yield 
additional data that aids the work of forming concepts. 
At this point students return to the cards they organised 
into categories at the end of Phase 2. Their task now is to 
classify the force causing the actions shown on the five 
new cards. They will:
 − add the five new cards to their existing categories, or 
 − resort their fifteen cards into new categories. 
After the new categories are organised, each small group 
labels their categories by referring to the attributes that 
distinguish each category. Once again, students move 
around the classroom to look at how other groups have 
sorted the actions. 
The teacher now leads another whole class discussion 
about sorting similarities and differences. 
PHASE FIVE: 
GENERATE AND TEST HYPOTHESES
The teacher now introduces definitions of the science 
concepts for this topic: 
 − force is a push or pull that causes an object to move 
 − when a force is unbalanced, objects move because the 
push/pull forces on the object are different
 − when a force is balanced, objects stay still because the 
push/pull forces on the object are the same/equal
 − Earth’s gravity is a (pull) force that pulls objects down.
Take time to ensure understanding about the science 
vocabulary you use – for example, push, pull, balanced, 
unbalanced.
Each small group now has the opportunity to practice 
their understanding of these concepts in non-competitive 
arm wrestling. Two group members get in position to arm 
wrestle. The other group member(s) ask the wrestlers to 
demonstrate each of the following forces:
 − balanced force
 − unbalanced for one wrestler
 − unbalanced for the other wrestler
 − pull force wrestling
 − push force wrestling. 
This is a noisy exercise. Make sure everyone is settled and 
focused before leading a discussion about how each of 
the wrestling actions demonstrated a force. Check for 
understanding with a whole class demonstration. 
In their small groups again, two students take up wrestling 
roles and work through each of the demonstrations of 
force as requested by the other group member(s). This 




Now ask the small groups re-sort the cards, classifying and 
labelling them in groups that show: 
 − more push force
 − more pull force
 − gravity pull force
 − balanced push/pull forces. 
The transfer segment of the lesson begins by giving three 
or four blank cards to each group. Their task is to write 
or draw at least one more example that fits into each 
category. 
The transfer segment is completed with an individual 
task. Ask each student to transfer each of their final 
classifications to paper by creating and labelling charts or 
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WORKED EXAMPLE 2: 
EXPLORING GENRES AND THEIR 
MUSICAL ELEMENTS 
This worked example is designed for students in the 
middle years. At the end of this topic students will be able 
to describe musical genres by referring to: 
 − elements that are common to a genre, and
 − elements that differentiate one genre from another.
This example uses yellow index cards (genre cards) and 
white index cards (musical element cards). Students will 
also need access to YouTube or another online musical 
repository. The example assumes students know about 
Venn diagrams and how to construct them.
PHASE ONE: 
IDENTIFY THE DOMAIN
Explain to the class that the topic they about to embark on 
is understanding what gives different kinds of music their 
distinctive sound and feel. Why does country music sound 
different from rock music? What happens in classical music 
that makes it possible for us to say almost straight away 
that it isn’t a pop song? Each of these kinds of music are 
called genres and each of them has special effects that 
help us to categorise them. 
Let the class know that the aim of their learning is to 
better understand the elements that define various musical 
genres and that to do this you will ask them to put songs 
into genre groups or categories such as folk, jazz, rock and 
classical. By using definitions of musical elements (pitch, 
tempo, dynamics, rhythm, and timbre) they will begin to 
identify those elements in songs, and they will be able to 
compare and contrast the way those elements work within 
and across genres.
PHASE TWO: 
COLLECT, PRESENT, AND ENUMERATE DATA
Begin Phase 2 with a whole class discussion in which you 
ask students to explain what a genre of music is. Bring the 
discussion to a close by asking the whole class to assist you 
in creating a list of genres. Make sure everyone can see the 
list as it lengthens.
Now ask students to form pairs or small groups of three or 
four. Assign each pair or small group a genre from the list.
The task for each pair or group is to find two examples 
of their assigned genre. They can do this via YouTube or 
another musical repository on the internet to which they 
have access on their tablets or computers. 
PHASE THREE: 
EXAMINE THE DATA
Provide each pair or group with a yellow card. The yellow 
card is a musical genre card. Their task is to write the 
name of their genre at the top of the card and then to 
write a definition of the genre. Ensure there is enough 
time to listen to the examples they have chosen so 
they can begin to incorporate observations into their 
definitions.
Each pair or group then shares their examples with the 
class and explains what elements they have identified that 
places each song in the genre they are working with.
Now ask the whole class whether any of the songs shared 
by others could fit into more than one genre. Prompt 
students wherever possible to articulate what elements of 























FORM CONCEPTS BY CLASSIFYING
In this phase students return to the same pairs or groups 
they worked in during Phases 2 and 3. Give each pair 
or group a set of five white cards. The white cards are 
musical elements cards. Each card will have one of the 






The challenge for them is to define each musical element 
using resources in the classroom. During their investigation 
of the meaning of these terms they will need to agree on 
a brief definition for each element and then write their 
definition on the musical element cards.
Now they work with the yellow cards and the white cards 
before them. Using the definitions on their yellow cards, 
ask students to identify each of the musical elements in 
the two songs for their genre.
PHASE FIVE: 
GENERATE AND TEST HYPOTHESES
Ask each group to discuss similarities and differences 
between the musical elements of each song in their genre. 
To summarise their findings, ask each group or pair to 
create a Venn diagram that documents their findings. 
Using the Venn diagram and the musical elements to 
guide their discussion, students hold a conversation on 
two questions:
 − first, what is essential about the genre? Here they will 
seek to explain what makes this genre stand out from 
other genres.
 − second, what makes people put a song in one genre? 
The purpose of the task is to assess what makes 
someone say, ‘Yes, this is a folk song, not a classical 
song’.
After this conversation, each student individually writes 
a revised definition for the assigned genre. After sharing 
their definition with their partners, each pair or group 
discusses how their definitions are similar and different.
The final step in Phase 5 is for each pair or group to agree 
on what defines their assigned genre.
PHASE SIX: 
CONSOLIDATE AND TRANSFER
Each pair or group identifies another song that belongs 
to their assigned genre. Together they annotate the song, 
identifying the musical elements that make it a member of 
the genre. (Annotating a song means identifying the key 
elements – it is a form of analysis.)
The topic is completed in two steps:
 − First, ask two pairs or groups to join together and 
describe the new additions to their genres. As a prelude 
to the last step, students can also discuss whether any 
of the new songs could cross genres. 
 − Finally, lead a whole class discussion about why a song 
might cross genres and what elements can influence a 













EXAMPLES OF DATA SETS
These three examples illustrate data sets that lend 
themselves to the inductive teaching model.
DATA SET EXAMPLE 1: 
SHAPES
This data set is used in early years mathematics. It is 
teacher generated.
It is helpful if your students can manipulate these shapes 
on their devices. Alternatively, you could provide them 
with the cut out shapes in an envelope.
The question you might pose to your students is: 
 − How would you group these objects?
DATA SET EXAMPLE 2:  
WEATHER OBSERVATIONS
This data set is used in early years science. It is student 
generated from observations gathered via a weather 
app and a school thermometer that records high and 
low temperatures. The students compared temperature 
variations between three locations – the school, the centre 
of the city in which their school is located, and a township 
in the hills outside the city.
After collecting the data two questions were posed 
to students: 
 − What is the difference between the temperatures at 
each of these locations?
 − As each location is only an hour’s travel away, what 
causes these variations?
Day School Adelaide Mt Lofty
Low High Low High Low High
Monday 16.1º 29.1º 15.1º 33.1º 12.0º 26.4
Tuesday 19.8º 23.9º 19.3º 24.8º 15.3º 18.8º
Wednesday 18.4º 22.1º 16.8º 22.9º 11.0º 16.4º
Thursday 17.1º 23.0º 15.8º 24.1º 10.2º 17.6º
Friday 16.0º 27.7º 13.8º 29.5º 8.8º 22.9º
Monday 17.1º 26.5º 16.2º 33.1º 9.6º 28.0º
Tuesday 16.4º 31.1º 16.9º 34.7º 14.3º 28.3º
DATA SET EXAMPLE 3: 
STUDENT SURVEY
Three classes at the same year level were studying the legal 
system. In groups students wrote three statements for a 
survey. Students in all three classes chose by vote which 
five questions to include in the survey. Pairs of students 
from one class interviewed pairs of students from one of 
the other two classes. The data collected by all three classes 





Whether you are rich or poor,  
everyone is equal in the eyes of the law 
12 4 9 14
Judges make mistakes – they are only human 14 14 9 2
What happens in court should be private 2 3 8 20
The legal system makes it too hard to  
convict someone of a crime
4 8 19 7
A jury is the best way to decide a fair verdict 15 12 9 2










PEER COACHING GUIDE:  
LEARNING TO THINK 
INDUCTIVELY
The Peer Coaching Guide is designed to assist peer 
coaching of the inductive model of learning and teaching. 
When planning a lesson, the teaching peer can work 
through the Guide and complete the ‘Teacher’ items. The 
items guide you through the model. 
The peer observer uses the Guide to familiarise themselves 
with the plans of the teaching peer and to make notes 
about what is observed. 
The role of peer observers is to observe students during a 
lesson and to provide feedback about student learning. By 
observing the whole process in a class you gain ideas for 
your own teaching. The teaching peer is the coach who 
is demonstrating a teaching episode for you. When you 
teach and are observed, you become the coach. 
As we noted on page 1, there are four steps in the peer 
coaching process.
Step 1 Teachers form a partnership to study student 
responses, and to plan how to help students 
learn more effectively.
Step 2 The teaching peer prepares the peer observer 
by completing the entries in the Peer 
Coaching Guide: Part 1 – Preparation for 
Observation.
Step 3 The peer observer completes the Peer 
Coaching Guide: Part 2 – Observation 
Checklist. 
Step 4 The peer observer communicates the result to 
the teaching peer. 
Step 3 is completed in about five minutes.
PHASES IN THE INDUCTIVE  
MODEL OF TEACHING
The Peer Coaching Guide follows the syntax of the 
inductive teaching model. The model has six phases which 
are shown on page 14 Like this.




Establish the focus and boundaries 
of the initial inquiry





Assemble and present the initial 
data set
Enumerate and label items of data
Phase Three  
Examine  
the data
Thoroughly study items in the data 




Classify items in the data set and 
share the results
Add data to the set
Re-classify the data (possibly many 
times)
Phase Five  
Generate and 
test hypotheses
Examine the implications of 
differences between categories
Classify categories, as appropriate
Reclassify in two-way matrices and 




Search for additional items of data 
in resource material
Synthesise by writing about the 
domain, using the categories
Convert categories into skills
Test and consolidate skills through 
practice and application
A WORD ABOUT DATA
The inductive teaching model relies on data sets that will 
illuminate the concepts at the heart of a topic. Selecting 
data for inductive teaching data sets requires careful 
planning. 
In the inductive teaching model, students can amass some 
or all the data for the data set. It very important that 
the data collection task is carefully designed so that the 
resulting student generated data set is both useable and 
useful.
You must exercise judgement. Will the data set as a whole 
– whether it is teacher or student generated – support and 
provoke conversation among your students about how to 
categorise data items?
Peer collaboration can play a role in selecting data and 
designing data collection tasks. As you plan your lesson 
or series of lessons ask your peer observer, or another 
colleague, to review both the data you have selected and 
any data collection task you propose to use. 
On page 15 (‘Data for debate’) five areas for consideration 
are listed for planning and testing the fit between the data 
set and the inductive teaching model. Those five areas are:
1. Topic and timing
2. Cause and effect 
3. The order of things
4. The more interpretations the better
5. Go easy – data sets don’t need to be complex or  
very large.
If you cannot involve your peer observer in a review 
process, it’s a good idea to brief them on the data set 
before they attend the peer coaching class or series of 
classes. Familiarity with the data set will help the peer 
observer to make insightful observations using the 
Observation Checklist on page 24-25.
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QUESTIONS FOR THE TEACHING PEER TO COMPLETE
Background
Do you want to suggest a focus for the 
peer observer, particularly for Phases, 
4, 5 or 6? 
What are your specific learning 
objectives for the lesson?
How are the objectives linked to the 
learning and teaching program?
Phase One – Identify the domain
What discipline-specific knowledge or 
skill do you expect students to gain?
What learning skills do you expect 
students to gain?
Phase Two – Collect, present, and enumerate data
What is the nature of the data to be 
used?
Will you provide the data set or have 
students collect data?
What categories do you want from the 
data set?
Will the data produce them?










QUESTIONS FOR THE TEACHING PEER TO COMPLETE
Phase Three – Examine the data
Before your students begin categorising 
items, how will you engage them in 
fully reviewing the data set?
Phase Four – Form concepts by classifying
How will you guide students in 
classifying the data?
Are there some specific categories you 
want students to find? If so, how will 
you work towards this?
For the categorising activity will 
students work in groups, pairs or 
individually?
How will you monitor student 
listen skills as other students share 
categories?
Phase Five – Generate and test hypotheses
List 2-4 hypotheses you will encourage 
students to work towards.
What is your questioning strategy for 
Phase 5?
Phase Six – Consolidate and transfer
What in-class activity or activities will 
consolidate and transfer learning?
Do you plan any additional activities to 











PEER COACHING GUIDE:  
PART 2 – OBSERVATION CHECKLIST 
As the peer observer:
 − familiarise yourself with the plan set out in Part 1
 − situate yourself in the room so that you can observe 
about six students closely.
During the teaching episode:
 − concentrate on the behaviour of students
 − comment on their performance.
Phases 4, 5 and 6 of the inductive teaching model 
incorporate many teaching and learning elements. It can 
be complex to observe all the elements and keep adequate 
records of your observations. It can assist you considerably 
if the teaching peer is as specific as possible about any 
particular elements for observation. The teaching peer’s 
response to the first question in Part 1 of this Guide may 
guide you.
QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
Phase One – Identify the domain
Did students appear to have 
enough familiarity with the 
learning skills needed for the 
inquiry?
Did students need help with 
any aspect of the process?
Phase Two – Collect, present, and enumerate data
Did students need help with 
any aspect of the process?
Could students work co-
operatively with partners on 
a categorising task?
Were students clear about 
the focus of the inquiry?
Were students clear about 
the items in the data set?
Did students understand 
how to group items by 
common attributes?










QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
Phase One – Identify the domain
Did students appear to have 
enough familiarity with the 
learning skills needed for the 
inquiry?
Did students need help with 
any aspect of the process?
Phase Two – Collect, present, and enumerate data
Did students need help with 
any aspect of the process?
Could students work co-
operatively with partners on 
a categorising task?
Were students clear about 
the focus of the inquiry?
Were students clear about 
the items in the data set?
Did students understand 
how to group items by 
common attributes?
QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
Phase Three – Examine the data
Did students need help with 
any aspect of the process?
Did students examine 
items in the data set before 
starting to classify them?
Phase Four – Form concepts by classifying
Did students need help with 
any aspect of the process?
Did students understand 
the procedures they were 
asked to employ during the 
categorising activity?
Did the teacher inadvertently 
give clues about what the 
‘right’ categories would be?
Did the students work 
productively on the 
categorising activity?
Could students provide labels 
or descriptive phrases for their 
categories which reflected 
the attributes on which the 
categories were formed?
If students worked in pairs 
or small groups, did students 
listen as other groups shared 
their categories?
Could students explain 
the attributes they used to 
allocate items to categories?
QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
Phase Five – Generate and test hypotheses
Do students need help with 
any aspect of the process?
Could students discuss 
possible relationships among 
the categories?
Could students make 
inferences about the 
appropriate use of different 
categories?
If students could not make 
inferences or conclusions, 
what teaching strategies 
might help them?
Could students make 
logical predictions based 
on their categories and any 
generalisations they made?
Could students explain and 
support their predictions?
Phase Six – Consolidate and transfer
Could students find and 
create new items that 
belong to their categories?
Could students use the 












PEER COACHING GUIDE:  
DISCUSSION
After the teaching episode the peer observer relays their 
observations to the teaching peer. 
It is usually helpful to discuss an episode of inductive 
teaching by reference to the model’s six phases:
 − Phase One: Identify the domain
 − Phase Two: Collect, present, and enumerate data
 − Phase Three: Examine the data
 − Phase Four: Form concepts by classifying
 − Phase Five: Generate and test hypotheses
 − Phase Six: Consolidate and transfer.
Discussion about observations made during an inductive 
teaching model episode can take a lot of time unless there 
is an agreed focus for the observation and analysis. The 
focus could be agreed prior to the episode, or after the 
episode. Alternatively, priority observations can be shared 
for about five minutes as soon after the teaching episode 
as possible. A later time can be arranged to share further 
details. 
Peer discussion about data
A specific discussion about data can be helpful in peer 
coaching contexts. These questions can guide discussion:
 − did the data set promote debate among students? 
Why?
 − were some items in the set confusing or inappropriate 
in any way? Why?
 − if your students generated data items or a data set, 
could task design be simpler or improved in some way?
Peer observations about productivity in pairs and 
small groups
The inductive teaching model puts considerable emphasis 
on students working productively in pairs or small groups. 
This work calls upon self-awareness and a range of 
interpersonal skills as students challenge, disagree and 
debate with one another. They must also seek consensus 
and be prepared to take risks in hypothesising and 
categorising tasks, the outcomes of which they will share 
with others. 
Use these questions to guide discussion about the 
operation of the pairs or groups observed:
 − are student relationships in the groups purposeful?
 − is student productivity in the groups satisfactory?
 − can you develop a plan for helping students become 
more purposeful and productive?
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MNEMONICS 
THE MODEL OF PRACTICE
The mnemonics model of practice assists students 
to master large amounts of information and to 








THE MODEL IN ACTION
COACHING
DESCRIPTION
The humble task of memorising is with us throughout 
our lives. New artefacts and events are presented to us 
constantly. Sifting and filing them in our memories is 
everyday work. 
Those who came before us named many items and ideas 
in our world. We inherit an ever growing task to learn 
many words and to connect them to the objects, events, 
actions and qualities they represent. 
In any new area of study, a major task is learning the 
important words and definitions – the language of the 
area. If we pay attention to something we are likely to 
remember it. We need to attend to it in such a way that 
we are rehearsing its later recall. 
When we rehearse, we develop retrieval cues which are 
the basis for sorting through our memories at later times 
and locating information. The ability to remember is 
fundamental to intellectual effectiveness. Memorising and 
remembering are far from passive, trivial formalities. They 
are active exercises.
A product of successful memory learning is the capacity 
to take information, to integrate it meaningfully, and 
later to retrieve it at will. We can all improve our capacity 
to memorise and recall. That is the objective of the 
mnemonics model.
Mnemonics works in all curriculum areas. It can be used 
with groups (a chemistry class mastering the table of 
elements) or individuals (a student learning a poem, story, 
speech, or part in a play).
Mnemonics has many uses in teacher-led ‘memory 
sessions’. However, the aim is to progressively increase 
student mastery of mnemonics so they can call on it 
whenever they need to memorise. The greatest power 
and widest application of mnemonics are evident when 
students independently use mnemonic learning strategies. 
SYNTAX
The syntax of a teaching model refers to the patterns, phases 
and guidelines that characterise the model. The syntax of the 
mnemonics teaching model comprises four phases.






Attending comprises activities through 
which students concentrate on the 
learning material and organise it in 
ways that helps them remember it. 
Generally, this means focusing on what 
needs to be remembered – the major 
ideas and examples. 
In Phase 1 we attend to material with 
techniques like:
 − underlining 
 − listing ideas separately and 
rephrasing them in our own words 
 − reflecting on the learning material, 





Once material is clarified and 
evaluated, we can use memory 
techniques to develop connections 
with what is to be learned. 
In Phase 2 we develop connections 
using techniques like: 
 − link words
 − substitute words (in the case of 
abstractions) 
 − key words for long or complex 
passages. 
The purpose is to connect new material 
to familiar words, pictures or ideas, and 





Once initial associations are made 
students can enhance images by: 
 − making associations using more 
than one sense 
 − generating humorous 
dramatisations through ridiculous 
association and exaggeration. 




Students practice recall of the learning 
material until it is completely learned. 
SEVEN LEARNING STRATEGIES
We can break the syntax of the mnemonics model into 
seven learning strategies that align with the model 
four phases.






Learning strategy 1: 
Organise information to be learned
Learning strategy 2: 




Learning strategy 3: 
Link information to familiar material
Learning strategy 4: 
Link information to visual 
representations
Learning strategy 5: 






Learning strategy 6: 




Learning strategy 7: 
Rehearse
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LEARNING STRATEGY 1: 
ORGANISE INFORMATION TO  
BE LEARNED
Information is easier to learn and retain when it is 
organised. Students’ memory can be supported when they 
allocate information, the learning material, to categories. 
In addition to the mnemonics teaching model, two other 
models are particularly helpful in learning how to use 
categories as learning devices:
 − the concept attainment teaching model (see Models of 
Practice 1&2, one of the manuals in this series) 
 − the inductive teaching model (described earlier in this 
manual). 
Here is a list of sixteen words containing the /er/ phoneme. 
The words are presented randomly.
serve worthless dirt her
first burn Thursday word
work thirteen nurse worst
finger term girl surf
If students had these words on cards – possibly cards they 
write on in small groups – they could organise them so 
that they see the graphemes ‘er’, ‘ir’, ‘or’ and ‘ur’:
serve dirt burn worthless
term first surf word
her girl nurse worst
finger thirteen Thursday work
Organising words into categories based on graphemes 
makes it easy for students to see similarities and 
differences, and to become confident in spelling them. 
The act of classification requires scrutiny of each word. 
Students can then name their categories (the ‘er’ category 
and the ‘or’ category, for example), calling further 
attention to the common attributes of the group. Whether 
categories are provided to students 
or whether they create them, 
the purpose is the same 
– to organise the learning 
material so it is easier 
to work with 
and easier 
to recall. 
LEARNING STRATEGY 2: 
ORDER INFORMATION  
TO BE LEARNED
Information learned in series, especially if there is meaning 
to the series, is easier to assimilate and retain. 
If the objective is to learn the names of Canada’s ten 











However, it becomes easier to recall the list if you know 
it runs from west to east until you reach Newfoundland, 
when it circles back towards the west. Like this:
Recall is better if it always starts the same way (in this 
case, with the most easterly province) and proceeds in 
the same order. Historical events listed by chronology are 
more easily learned than events sorted randomly. There are 
many options for imposing order so that recall is assisted. 





























LEARNING STRATEGY 3: 
LINK INFORMATION TO  
FAMILIAR MATERIAL 
It is often helpful to link 
information to sounds. 
For example, learning the 
names of the longest rivers 
in England can be assisted by 
connecting the river’s name 
to a string of numbers that 
have some similarities in 




8 = Great Ouse
9 = Wye
If the task is to recall the 10 prime ministers of New 
Zealand up to, and including John Key, the recall could 
be assisted by recalling the party each belonged to as an 
additional aid. 
A rhythm can be  











To this list is added the 












LEARNING STRATEGY 4: 
LINK INFORMATION TO VISUAL 
REPRESENTATIONS
Recall is cued by linking the learning material to related 
visual representations. 
Take that list of New Zealand prime ministers on the  
last page:
Labour  Watt Light globe
Labour  Rowling Rowing
National  Muldoon Spoon
Labour  Lange Hongi
Labour  Palmer Palm of hand
Labour  Moore Moor a boat
National  Bolger Soldier
National  Shipley Ship
Labour  Clark Bark
National  Key Key
Letters and numerals can be linked to something that 
evokes both familiar sounds and images. It helps to have 
the starting point firmly settled in the memory – in this 
case the light globe that triggers an association with the 
name Watt. 
This mnemonic set now includes a sound association, the 
list of prime ministers’ names that is the learning material, 
and a visual association.
More diffuse visual associations also have a place. 
Those links can be used over the over again. These are the 
first two lines of TS Eliot’s poem ‘The Wasteland’: 
April is the cruellest month, breeding  
lilacs out of the dead land 
If the task is to remember these lines, that outcome 
is achieved more easily when a matching visual 
representation is associated with the lines. The cue might 
be to make an association with dark, rain-bearing clouds 
moving slowly across a field of spring flowers.
LEARNING STRATEGY 5: 
LINK LEARNING MATERIAL TO 
ASSOCIATED INFORMATION
A simple, effective mnemonic learning strategy is to link 
the learning material to related information already known 
by your students. 
Learning the names of Australia’s eight states and 
territories is easier if students have a visual memory of the 
shape of Australia and a knowledge of how the points of 
the compass are shown on a map. If the mnemonic always 
begins with South Australia, then a student can work 




And Queensland is north of 
New South Wales
The list is missing the Australian Capital Territory (ACT), 
Victoria and Tasmania. The teacher could suggest the 
mnemonic above, and then ask students to complete it in 
a way that has meaning for them individually, still working 
clockwise around the mental map of Australia. A student 
might come up with these additions to complete the 
mnemonic device:
ACT in a play 
Victoria is where I live 
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LEARNING STRATEGY 6: 
USE DEVICES THAT MAKE INFORMATION 
VIVID 
Nonsense and imagination are good servants of mnemonics. 
Ridiculous association occurs when learning material 
is linked to absurd associations. Dramatisations occur 
when learning material is linked to lively illustrations. 
The ridiculous and the dramatic both turn out to be very 
successful tools for remembering.
The ridiculous is called up in many simple mnemonic 
devices such as acrostics. The musical notes in the scale 
are E, G, B, D, F. Many of still recall the order of notes by 
reference to this acrostic, or one similar to it:
 − Every Good Boy Deserves Fruit.
The five phases of cell division – Interphase, Prophase, 
Metaphase, Anaphase and Telophase – can also be 
remembered using an acrostic:










There are many mnemonic devices. Another is rhyme keys 
which assist in recalling lists. A rhyme key links an item on a 
list to an imagined image. Let’s assume an early years student 
is going to school during summer, just after the holidays. The 
student needs to establish a routine of packing five items to 
bring to school each day: hat, sunscreen, snack, lunch, drink.
There are several variations of the rhyme key system. 
Essentially they all work like this. 
First, each item is 







Then each item and 
number are related to 
a rhyme key:
sunscreen sun = one
hat blue = two
snack tree = three
drink pour = four
lunch dive = five
Finally, associate the rhyme key with the item to remember:
sunscreen sun = one Chase off the sun with  
one tube of sunscreen
hat blue = two Put on my blue hat with  
two hands
snack tree = three I’ll sit next to three shady 
trees for my snack
drink pour = four I’ll pour four drinks when  
I’m hot
lunch dive = five I saw five fish dive for  
their lunch
The link word model is another mnemonic device 
that makes information vivid. The link word 
model is described on the following page.
LEARNING STRATEGY 7: 
REHEARSE
Practice in using a mnemonic device is necessary to 
embed the mnemonic in memory. It doesn’t take long 
to remember ‘Every good boy deserves fruit’, but it’s 
important to lay down in the memory both the acrostic 
and the learning information unlocked by the acrostic. 
Practice is also the way students become adept at 
creating their own mnemonic aids. 
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THE LINK WORD METHOD
The link word method is a particularly effective mnemonic 
approach that falls within the ambit of Learning Strategy 6: 
Use devices that make information vivid (see previous page). 
The link word method has two components, assuming the 
learning task is to master unfamiliar material. 
Component 1 Provide students with familiar 
images or concepts that link with the 
unfamiliar items
Component 2 Provide students with an association 
to establish the meaning of the new 
material
The chief tasks for teachers using the link word method 
are to generate links, and in some cases to create visual 
materials or work with students to create them. Once the 
preparation is complete, putting the link word method 
into practice is straightforward.
Link words always have a phonetic relationship to the item 
to be learned. Link words are presented in a sequence that 
follows a story. 
FIRST IMPRESSIONISTS
Students in an art class are going to study seven significant 
artists in the Impressionist movement. The learning objective 
is they will be able to recall the the artists’ names. 
The mnemonics exercise begins with a list of the artists, 
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THE STORY
The artists’ names are introduced through a story. 
Each of the story’s seven episodes makes a phonetic 
link between one artist’s name and another word.
1. Manet = man
2. Degas = Vegas
3. Monet = money
4. Pissarro = pizza
5. Morisot = more
6. Renoir = rent
7. Cassatt = cassette
After reading the numbered list of artists and 
listening to the story, students draw a cartoon 
to accompany each episode. The story and the 
cartoon provide vivid links to the artists’ names.
The story prepared by the teacher  
goes like this…
1. The main character  
of this story is a man.
The man and his 
cartoon are links to 
Manet.
2. The man decides to 
take a trip to  
Las Vegas.
Vegas and its cartoon 
are links to Degas.
3. The man spent all 
his money in  
Las Vegas. 
Money and its cartoon 
are links to Monet.
4. He spent the money  
on pizza. 
Pizza and its cartoon 
are links to Pissarro.
5. Because he had 
spent his money, the 
man couldn’t buy any 
more.
More and its cartoon 
are links to Morisot.
6. When he returned 
home, he was no 
longer able to pay  
the rent. 
Rent and its cartoon 
are links to Renoir.
7. To make some 
money quickly, the 
man sold his old 
cassette tapes. 
Cassette and its cartoon 
are the links to Cassatt.
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PEER COACHING GUIDE:  
LEARNING TO THINK 
MNEMONICALLY
The Peer Coaching Guide is designed to assist peer 
coaching of the inductive model of learning and teaching. 
When planning a lesson, the teaching peer can work 
through the Guide and complete the ‘Teacher’ items. The 
items guide you through the model. 
The peer observer uses the Guide to familiarise themselves 
with the plans of the teaching peer and to make notes 
about what is observed. 
The role of peer observers is to observe students during a 
lesson and to provide feedback about student learning. By 
observing the whole process in a class you gain ideas for 
your own teaching. The teaching peer is the coach who 
is demonstrating a teaching episode for you. When you 
teach and are observed, you become the coach. 
As we noted on page 1, there are four steps in the peer 
coaching process.
Step 1 Teachers form a partnership to study student 
responses, and to plan how to help students 
learn more effectively.
Step 2 The teaching peer prepares the peer observer 
by completing the entries in the Peer 
Coaching Guide: Part 1 – Preparation for 
Observation.
Step 3 The peer observer completes the Peer 
Coaching Guide: Part 2 – Observation 
Checklist. 
Step 4 The peer observer communicates the result to 
the teaching peer. 
Step 3 is completed in about five minutes.
PEER COACHING GUIDE:  
PART 1 –  PREPARATION FOR OBSERVATION
QUESTIONS FOR THE TEACHING PEER TO COMPLETE
Do you want to suggest 
a focus for the analysis? 
If so, what is it?
The teaching process
Most lessons have both content and process objectives: 
 − content objectives identify subject matter (facts, concepts, generalisations, relationships) 
to be mastered by students
 − process objectives specify skills and procedures students need if they are to learn 
productively from the cognitive and social tasks of the concept attainment model.


























Are the students 
familiar with the 
mnemonics model 
of learning? 
Do they need 
special assistance 
or training about 
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PEER COACHING GUIDE:  
PART 1 – PREPARATION FOR OBSERVATION (CONT)
The Teaching Process – four phases of the mnemonics model 
QUESTIONS FOR THE TEACHING PEER TO COMPLETE
Phase One – Attend to the learning material
 − Learning strategy 1: Organise information to be learned
 − Learning strategy 2: Order information to be learned
How will you guide students 
to organise and/or order 
learning material?
Phase Two – Develop connections
 − Learning strategy 3: Link information to familiar material
 − Learning strategy 4: Link information to visual representations
 − Learning strategy 5: Link information to associated information
How will you use one or 
more of these learning 
strategies to develop 
connections?
QUESTIONS FOR THE TEACHING PEER TO COMPLETE
Phase Three – Expand sensory images
 − Learning strategy 6: Use devices that make information vivid
What mnemonic devices will 
you use to make information 
vivid for your students?
Phase Four – Practice recall
 − Learning strategy 7: Rehearse
How will your students 
practice recall of the learning 
material using the mnemonic 
device?
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PEER COACHING GUIDE:  
PART 2 – OBSERVATION CHECKLIST
As the peer observer:
 − familiarise yourself with the plan set out in Part 1,
 − situate yourself in the room so that you can observe about six students closely.
During the teaching episode:
 − concentrate on the behaviour of students
 − comment on their performance.
QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
What behaviours did you 
observe that suggest 
students were clear or 
unclear about the lesson’s 
content objectives?
What behaviours did you 
observe that suggest 
students were comfortable 
or uncomfortable about the 
lesson’s process objectives?
Do students appear to need 
specific help with some 
aspect of mnemonics?
Phase One
What student behaviours 
suggest students were 
attending, or were not 
attending, to the learning 
material?
Did students’ ability to 
manage learning material 
improve as they organised 
and/or ordered it?
QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
Phase Two
How strong were the 
connections between 
information, familiar 
material and/or visual 
representations?
Phase Three
Did students effectively  
enlist more than one sense 
to aid recall?
Which senses did they  
call on?
What learning behaviours 
did you observe that suggest 
mnemonic devices were 
both vivid and aided recall?
Phase Four
Did students practice 
recall using one or more 
mnemonic devices?
How effective was each 
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PEER COACHING GUIDE: 
DISCUSSION
After the teaching episode the peer observer relays their 
observations to the teaching peer. Peers then discuss the 
observations recorded about the mnemonics teaching 
episode. Use these questions to guide discussion:
 − Did students appear to understand what they would be 
learning during the lesson?
 − Did students appear to understand how to use the 
mnemonic devices called on during the lesson?
 − Is it clear that memory learning occurred during the 
lesson?
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